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CHAPTER I
PROBLEM, DEFINITION OF TERMS, AND ORGANIZATION
I.

INTRODUCTION

Children in the Bellevue Public Schools who are unable to
function at a level which enables them to benefit from regular classroom
instruction are placed in the Special Education program.

The purpose

of this specialized program is to help each child participating, to
develop at his own rate at the maximum of his capabilities.
Few curriculum studies are available at this time which provide
teachers of the Mentally Retarded with methods upon which to base
suitable and meaningful learning activities.

Certain characteristics

of this slow moving group point to the need for an investigation of an
art centered curriculum.

I I • THE PROB LEM
Statement

of~

Problem.

The purpose of this study is to

examine the effectiveness of an art centered curriculum as an approach
to the stimulation of learning for the Educable Mentally Retarded.

2

Importance

of.~

Study.

Mentally Retarded children require

individualized as well as specialized instruction but there is virtually no specific training required or available for teachers of the
Mentally Retarded other than that required by Individual school
districts.

These children, i1n most cases, lack self-confidence, self-

identity and the ability to relate to the world around them.

Research

reveals art activities, efficiently presented, stimulate selfconfidence, provide for personal satisfactions, and individual successes
of students generally.

This fact coincides with the writer's experi-

ences that children gain self-confidence through pa'rticipation in
successful art activities and approach other learnings more
confidently.

If this is true of students generally, it seems a likely

avenue to explore with mentaliy retarded children.
blmitatlons 9.f.

~Study.

The sampling of children observed

in this study was limited to two beginning classes of the Special
Education program in the Bellevue School Dls.trict.

The art activities

discussed In the study were presented twice a week for the duration of
Spring Quarter, 1963.

These activities were limited to picture making

using paint and crayons, and modeling in clay.
The related literature reviewed was limited to that available
In the libraries of Central Washington State College and of the
University of Washington.

3
Ill.

DEFINITION OF TERMS USED

Special Education.

11

Special Education" is the term applied to

the instructional program for those who deviate from the supposed
average in physical, mental, emotional, or social characteristics to
such an extent that they qualify for special educational services as
defined by the Washington State Department of Education in order to
develop to their maximum capacities.
Core Curriculum.

11

•••

~Jne term core has come to be applied

to that part of the experience curriculum which is concerned with
those types of experiences thought necessary for all learners in order
to develop certain behavior competencies considered necessary for
effective living in our democratic society" (11:54).
Art Centered Curriculum.

An

11

art centered curriculum 11 is one

in which experience activities are expressed through the use of art
materials and art activities, creative and rhythmic play as well as
music and physical education activities.

The above activities are

used to develop awareness and sensitivity to the world of the child as
they relate to school, home and community life.
Mentally Retarded Children.

1

~entally

retarded children'' have

come to be defined as those having an intelligence quotient below 75
or 80 on a validity administered individual intelligence test (8:836).
Within this group three sub-groups are usually listed:

(1) educable

4
mentally retarded (50-75 or 80 IQ), (2) trainable mentally retarded
(30-50 IQ), and (3) custodial mentally retarded (below 30 IQ).

The

children included in this study fall under category one, educable
mentally retarded.

IV.

ORGANIZATION

In this paper the following development procedure is used:
chapter two, review of related 1 iterature; chapter three, the data
gathering procedure, methods and materials used in the study;
chapter four, the results of the study; chapter five, the summary,
conclusions, and recommendations.

CHAPTER 11
REVIEW OF LITERATURE
The importance of art education in the normal classroom
situation is well-recognized today (5:90), although, as Gaitskell (12:4)
has observed, this recognition is the result of a slow evolutionary
process.

On the other hand, relatively 1 ittle has been written with

respect to art education for mentally retarded children.

Some studies

have indicated, however, that the use of art activities with mentally
retarded children has encouraged self-expression in these children and
has had beneficial therapeutic results (13:20; 5:391; 17:5-8).
Today educators throughout the United States are beginning to
recognize the need for appropriate specialized curricula and teaching
methods suitable for mentally retarded children in order to produce
maximum learning and growth (9: Introduction).

The use of art

activities as the basis or core of a curriculum for mentally retarded
children may prove to be the most effective approach to the problem.
Because of the lack of research material in this area, it is
necessary to survey the nature of art education in general and the
nature of the mentally retarded child in the classroom situation.

The

next step is a survey of available materials on the application of art
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activities to the situation of the mentally retarded child.

A

necessary corollary to the application of art activities to the
mentally retarded is the role of the classroom teacher.

I. ART EDUCATION
Gaitskell (12:4-9) showed that the contemporary art program is
distinguished by six characteristics:

(1) belief in the creative

ability of all children, (2) belief in the integrated acquisition of
skills, (3) belief in the necessity for freedom of thought, (4) belief
in experience as the basis for expression, (5) emphasis upon the
development of taste, and (6) belief that art can help develop worthy
citizens.

There appears to be general agreement with the foregoing

among the authors in the field of art education (16; 20; 4:36).
With respect to the first characteristic, Gaitskell cited
Spearman, a distinguished British psychologist, as endorsing the view
that everyone can and, indeed, must create to live a normal life (12:5).
Lowenfeld supporting this concept stated that:
. . . every human being is endowed with a creative spirit . . .
findings in psychology consider this (creative spirit) one of the
'basic drives', a drive without which we cannot exist, the
ability to create is probably what distinguishes man most
decisively from the animal . . . man creates, the animal does
not (16:5).
Gaitskell reported that Dewey and Hartman (12:5) went so far as
to assert that the rediscovery of a solution to any problem, when
achieved without a knowledge that the solution had already been found
might be considered a creative act and might be placed, from the
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standpoint of learning, in the same category as an original
discovery.
With respect to Gaitskell 's second characteristic of an art
program, there is mounting agreement among art educators that the
acquisition of skills becomes meaningless drill if presented in
isolation and unrelated to use in an expressive artistic act.

Artistic

acts involve intellectual and emotional activity on the part of the
artist, and hence, growth

~n

artistic skill automatically Includes his

broader personal growth (12:6).

Lowenfeld stated:

In the evaluation of the adequacy of a technique, both the
general suitability of a technique for the stage of development
as well as the specific way in which the individual uses a
technique must be considered.
technique must.!?.!!!!. integral
part of the~· This means that a technique is never studied
by itself, separated from the creative work. It Is never merely
a by-product. It must be a part of it. Its perfection grows
through the urge for expression (16:43).

a

With respect to Gaitskell's third characteristic, Wickiser
emphasized the importance art places on original thinking, doing and
evaluating.

He said:

11

To grow to maturity, to develop our capacities

to the fullest, we must nurture our originality--our uniquely personal
contributions to thought and other experiences" (20: 19).

Intel 1 igent

independence cannot be achieved by the use of outmoded practices,
e.g., the use of dittoed or colorbook materials.

Studies conducted by

Waugaman and Russell (19:5-11) proved such procedures encouraged
dependence and timidity.

Koppitz concluded that authoritarian,

restrictive teachers can Instill tensions and anxieties in children

8

and that these emotional problems will be reflected in tight, tiny,
inhibited drawings (15:204-208).

D'Amico said that:

Freedom is a basic part of art experience but it does not
result from mere permissiveness. Freedom is a discipline, a
discipline of the strictest kind. It is an endless struggle
against conformity for the child, amateur, or artist! . . . True
discipline places a responsibility of choice, organization and
execution on the individual. Not only his hands are busy, but
every part of him is deeply engrossed, especially the spiritual
part (4:7)!
0 1 Amico implied further that the discipline involved in an art
experience included work, success, and failure, too.

He said,

11

Few

worthy efforts have ever reached success without some failure along
the way.

It is

the~

of failure, the shame attached to failing,

the notion that you must hide it, which is damaging--not the failure
itself

, II

(4: 7-8) •

With respect to Gaitskell's fourth characteristic, Lowenfeld
stated the double function of art education in the elementary schools
to be that of self-expression and as a means of self-adjustment.

He

defined self-expression as the appropriate mode of expression according
to the age level of the child.

Imitation is expression according to

adult, or "fore i gn 11 1eve1 s ( 16: 4).

He said that:

If the child expresses himself according to his own level,
he becomes encouraged in his own independent thinking by
expressing his own thoughts and ideas by~~ means. The
child who imitates becomes dependent in his thinking, since he
relies for his thoughts and expressions upon others. The independent, thinking child will not only express whatever comes
into his mind but will tackle any problem, emot'ional or mental,
that he encounters in life. Thus his expression serves also
as an emotional outlet (16:7).

9

Lowenfeld su1TVJ1arized the effects of self-expression and contrasted them with the effects of imitation.
self-expression are:

He said the effects of

(1) expression according to child's own level,

(2) independent thinking, (3) emotional outlet, (4) freedom and
flexibility, (5) easy adjustment to new situations, (6) progress,
success, self-satisfaction and happiness.
effects of imitation are:

He went on to say that the

(1) expression according to strange level,

(2) dependent thinking, (3) frustration, (4) inhibitions and
restrictions, (5) going along set patterns, and (6) leaning toward
others, dependency, stiffness (16:8).
With respect to Gaitskell 's fourth characteristic most art
educators recognize that experience is basic to art expression.
Wickiser pointed out that, "Art is a way of visualizing experience
through imagination and feeling.

By means of art man reveals to

himself and others the visual structure of all types of experience"
(20:8).

Bannon stated that an artist of any age will

have~

to

say about the things of special interest to him and he will express
himself more forcefully if he is involved emotionally with his
subject (1:32).
primary teachers.

The following statement by Rice has significance for
He said:

The logic and charm of child art afford a means of insight
. into the nature of the individual at a moment when his
verbal tools are not fully developed, but his ideas are
abundant and complete. At such a moment, pictorial expression
may become a satisfying channel of comment from the young mind
to the mature observer. If the channel is kept open and free,
there is an opportunity for communication of a special and
rewarding kind (l:Foreword).

10

One of the intrinsic factors of creative expression is selfidentification with the experience expressed as well as with the medium
by which it is expressed.

If we do not identify ourselves with these

forces, art expression loses its creativity (16:8).
A trend in art education has been to place emphasis on either
the organization of the product and its design qualities or upon the
individual and the

~ay

in which the processes affect

concludes that the two should not be separated (16:9).

him.

Lowenfeld

The teacher

plays an important role in avoiding this potential damage.

(See

discussion of teacher's role below.)
With respect to Gaitskell 1 s fifth characteristic there are
indications that far too many people lack good taste in the selection
of their possessions.

It is stated in the Washington State Elementary

Art Guide (7: 14) that a teacher must first develop and reflect personal
good taste before he can provide opportunities for children to acquire
good taste.

Gaitskell surmized that perhaps it is still too soon to

make an honest judgment of the affects of this phase of the new art
p rog ram ( 12: 8) .
Gaitskell 's sixth characteristic of art education today is the
tendency of art teachers to look upon art activities as a means of
developing good citizens.

This characteristic is closely related to

the five characteristics previously mentioned, particularly with
respect to freedom of thought.

Gaitskell concluded that:

11

Since in art education today emphasis is placed upon tho
development of the individual as a person and not merely as a
producer and consumer of art forms, the individual's behavior
in relation to his associates takes on considerable significance.
Contcmpor.:iry art education has been affected by the idea that the
school ~ust be a place where pupils go, not merely to learn,
but to carry on a way of 1 ife.' Hence, the art program of today
is not considered adequate unless it tends to bring about growth
in the child's social intelligence, . . . (12:9).
deFrc:ncesco supported this view and summarized:
. . . art education prizes the individual, recognizes individual
responsibiltty to the group, fosters freedom of expression, and
guides growth and development by methods and procedures which
arc in harmony with the beliefs of democratic society (5:56).
Wickiscr said,

11

Education in America is based on democratic

values which stress the uniqueness of each individual and value his
role in the group .

We who believe in democracy also believe that

truly democratic education will foster the optimum growth and development of all 11 (20: 37).
11. MENTALLY RETARDED CHILDREN
Erdman described the physical development of retarded children
as paralleling that of any comparable group of children except that
the rate of development is slightly slower and the incidence of illness,
as a group, is slightly higher.

Physical disabilities also tend to be

higher in the mentally retarded group (9:8).

The sequential pattern of

intellectual development observed in retarded children is very similar
to that in children of higher intelligence; however, the development is
slower.

The terminable intellectual status of the retarded child is

likely to be below average.
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An intelligence quotient (IQ) does not, as some people believe,
indicate the amount of intelligence, but rather is an index of the rate
of mental development as compared to other children of the same
chronological age.
50 and 75 or 80.

The IQ range of the educable retarded is between
The composite study of the whole child often reveals

that some children below 50 IQ and above 75 or 80 IQ could profit from
the special education program (9:8-9)

Erdman stated that:

Retarded children, like all of us, learn best through meaningful experience. The retarded will have most success in learning
concepts and information of a concrete nature as opposed to
abstractions. They will be able to make limited generalizations,
but may require direction in a step by step process. It usually
takes a longer time for them to learn in verbal areas, thus requiring meaningful repetition. Their attention span necessitates
short and varied periods of instruction (9:9).
Evidence suggests that the social-emotional development of the
educable retarded in general follows the same sequential patterns found
in any other group of children.

Most educable retarded children have

the potential for becoming socially and vocationally competent citizens.
The social-emotional development of retarded children may appear
confusing because at times it reflects chronological age and at other
times it reflects mental level.
teacher in selecting materials

This presents a problem for the
approp~iate

to the social-emotional

development of the mentally retarded child in different situations if
the interest of the child is to be maintained.
In this regard it should be noted that within the group of the
educable retarded children there is a wide range of individual difference.

Two specific patterns of behavior frequently identified in
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mentally retarded children are described by Erdman as:

(I) a low

level of frustration tolerance, and (2) a highly negative self-concept.
A highly negative self-concept is frequently associated with the low
level of frustration tolerance.

Mentally retarded children may perceive

themselves as failures and, as a result, develop the idea that they
cannot learn or succeed.

Attitudes toward learning become negative

and the learning process is impaired or arrested (9:8-9).
Listed below is a composite pattern of behavior characteristics
of

11

typical 11 educable retarded children as described by Erdman from

the "Report on Study Projects for Trainable Mentally Handicapped," 1954:
I.

They are able to learn up to fourth-grade subject matter
by the age of sixteen.

2.

They do not begin to learn to read or to understand formal
arithmetic until some time between nine and twelve years
of age.

3.

They develop mentally from one-half to three-fourths as
fast as an average child.

4.

Their progress in
three-fourths the
begin to learn to
can gain three or

5.

Although their vocabularies will be limited, their speech
and language will be adequate in most ordinary situations.

6.

In most cases they can learn to get along with people.

].

They can learn to do unskilled or semi-skilled work and can
usually support themselves at the adult level. (9: 10).

school is likewise about one-half to
rate of the average child. If they
read at the age of ten, they probably
four grades in the next six years.
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Ill. ART AND THE MENTALLY RETARDED CHILD
Having in mind the characteristics of an art program and the
educable mentally retarded child, the application of art to the classroom situation of the mentally retarded child may now be examined.
Erdman reported that the ultimate objectives in the educational
program for mentally retarded children are the same as those set forth
for all children by the Educational Policies Commission:

(1) self-

real ization, (2) economic usefulness, (3) satisfying human relationships, and (4) civil responsibility.
need not be the same.

The educational program, however,

A special class program for the retarded does

include some of the content and materials found in the elementary
school program; it involves, however, methods, content, and materials
especially designed for the retarded (9:3).
Lowenfeld has expressed the view that art is a useful activity
for the handicapped.

He said:

That creative activities serve as a means for emotional release
and adjustment, that they promote independence and flexibility
of thinking, that they can be used for group dynamics and social
interaction, has not yet penetrated the thick walls of most of
our institutions. Happiness is still a luxury which handicapped
people cannot afford in a materialistic time in which the
education of the handicapped is almost exclusively geared toward
preparation for making a 1 iving. That one can do this more
eff(ciently as an adjusted citizen apparently has not been
discovered . . . (17:5).
Baskin reflected that:
Art is therapeutic in the largest sense of the word. Art
is an area where experiences can be chosen, varied, repeated at
will. In the creative act, conflict is met, experienced,
resolved and integrated (2: 13).
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Beyond the generality of statements of writers in the field of
education, such as the foregoing, there is very little written material
specifically relating art to the mentally retarded child.

One

exception exists in the case of Margaret and Charles Gaitskell (13:V),
who studied 575 mentally retarded children.

The Gaitskells compared

rates of development of mentally retarded children with children of
average intelligence.
A great deal has been written about the relation of art
experiences to the normal child's stages of growth (16:64-350; 13:5-20;
12: 125-154).

Because motor skills develop gradually and because

mental growth progresses more or less evenly in the normal child,
attempts have been made to show that aesthetic development parallels
mental and physical growth.
artistic expression are:

The most commonly accepted stages of

(1) the scribble or manipulative stage,

(2) the symbolic stage, (3) the schematic stage, and (4) the stage of
realism.

For present purposes the fourth stage may be disregarded

(13:5-20).
The scribble or manipulative stage as described by Margaret
and Charles Gaitskell (13:5) occurs in three to six-year old children
and starts with random marks and manipulated materials, and progresses
into more controlled or directed scribbles or forms.

The symbolic

stage which occurs next is followed by the schematic stage.

Children

develop quite recognizable symbols which occur in their art work during
the symbolic stage.

Their symbols, which become more defined, well
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established and detailed, are then placed within planned or pictorial
settings.

This is referred to as the schematic stage.

These two

stages usually occur in sequence beginning around five years and
continuing through ten years of age (13:5-7).
The Gaitskells 1 studies indicated that mentally retarded
children with an IQ rating below 40 appeared unable to derive much
benefit from art activities regardless of their chronological age.
Lowenfeld 1 s experment with a 27 year old woman of extreme retardation
would tend to dispute their claim (16:354-357).

Children who rated

between 40 and 50 IQ and were physically able, produced some pictorial
symbols but were past the chronological ages of normal children in the
stage of symbolism (13: 15).
The children observed in the study who had an IQ of about 50
or over with a chronological age over seven tended to follow the
general pattern of development of normal children in artistic
expression, but with significantly slower progress than normal
children.
expression.

Many were unable to reach all the normal stages of pictorial
The observation disclosed that mentally retarded children

with IQ 1 s between 50 and 89 were able to participate and derive
benefit from a program of art education (13: 15).
As with normal children, the retarded child selects first-hand
experiences of living for his art expression.

The Gaitskells concluded:

Of greatest importance, perhaps, is the fact that most slow
learners with an IQ above 50 are able to develop an ability to
utilize their own experience for expressive purposes. Their
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expressions based upon these experiences, furthermore, indicate
many of their thoughts and feelings, and, thus, fall within the
definition of art. A child's ability to relate himself to his
environment, however, appears to vary directly with his intelligence (13:20).
One research project which received a national grant for
continued study was conducted in the Arlington Public Schools,
Arlington, Virginia (21:251-285) for purposes of discovering what art
activities are popular with

men~ally

handicapped children of high

school age, why they were popular and whether a measure could be
developed with which to predict the degree of popularity of a newlyIntroduced activity.

This research has been extended to include all

grades.
Few studies are available at this time that show relationships
between creative expression and other subject areas even with respect
to children of normal development.

One recent study, however,

presented some evidence that there is a relationship between a child's
level of development in art expression (representation of figures and
objects in familiar situations) and his level of development in reading.
Irene M. Russell in her study, "Relationships Between Certain Aspects
of Creative Expression and Reading Development" presented the following
conclusions and reconvnendations:
1.

Reading and art are not elementary school subjects. They
are a form of convnunication, a language for the child.

2.

Growth In
awareness
Growth in
awareness

art expression is dependent upon the child's
of details of figures and objects In his drawings.
the reading process is dependent upon the child's
of details of words, differences and similarities
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within words and among words. This visual perception
process was shown in this study to be operating in the
drawings of the children in an increasing number of cases
as the reading level rose. The classroom teacher, aware
that this ability is common to both reading and art, can
use art and reading experiences together to help the
child's development.

3.

This study showed that the highest percentage of children
who understood the relationship existing among the parts
of their drawings, and consequently represented these
relationships, were superior readers. The superior
reader is aware of the relationships which exist among
words in sentences and among sentences in paragraphs
and is able to analyze, associate, organize and use what
he reads. This ability to synthesize is apparently
related to the meaning which the whole has for the child
and the understanding of the relationship among the
parts and to the whole.
Teachers should be aware that this ability, shown to be
common to both reading and art, is best developed by
placing emphasis on creativity in teaching in both
areas. The child who is required to copy adult models
in drawing has difficulty in developing this ability.
Hildreth says:
Children who are under external pressure to draw
as adults dictate, the subjects they assign, seem
more prone to disintegration, lack of correct
synthesis or totality in their drawings than
children who do all their drawings spontaneously
and hence more meaningfully.
Evidence to corroborate this statement of Hildreth was
revea 1ed in a study by Waugaman and Russe 11. In this
study, the drawings of first graders were analyzed before
and after they copied drawings from reading and arithmetic workbooks. A definite deterioration and disintegration took place following the copying experience.
Children who are required, as they are in many schools,
to obtain only a superficial understanding or literal
interpretation of what they read, to repeat in parrot
fashion what the book says, are not learning to read
creatively. One of the most important purposes of the
reading program is to help children develop into people
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who can consider what they read, interpret it in
relation to their background or experience, and come
to some conclusion regarding the value or the truth
of the material. Children will become more effective
citizens if teachers pay less attention to reading as
a mechanical process and stress, instead, its creative
aspects.

4. Since there is some evidence to indicate that the
relationship between a child's development in art
expression and his development in reading is relatively close, it should be possible for kindergarten
and first grade teachers to use creative art expression of children as another source of data in appraising
the child's readiness for first grade reading instruction.

5.

From this study, it becomes apparent that both reading
and art are probably dependent for their development upon
the meanings which the child brings to the learning
situation. Therefore, children should be asked to draw
only the experiences which they have had or which they
know about. Children should have adequate backgrounds
of experience for all material they are required to
read. A child may recognize or decipher words which
tell him what an island is, but if he cannot conjure up
a picture of what an island looks like, he cannot add
the basic elements which make up this concept to his
fund of material for thinking. Concepts can be clarified
and developed through drawing and through reading with
the result that development takes place in both processes.
(18:111-112).

A pilot study involving the use of visual, literary, and dramatic
materials in a co_re program was conducted by Paul Edmonston at the
Center for School Experimentation, Ohio State University (6:83-89).
The educational importance of this research placed "increased emphasis
upon methods and practices which may help students establish an
individual approach to their problems.

Such an approach would permit

them to be 'free•, 'flexible', and 'self-seeking' in their attitudes
during the creative process."

This study involved 11th graders but
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the principles involved may well apply to younger children.
deFrancesco discussed other experimental programs in light of
11

core 11 programs.

Winslow's thirty-year study of the development of

art education led him to conclude that an
was emerging.

11

integrated 11 program in art

deFrancesco said, "Philosophically Winslow attaches

himself to the idea of Integrated learning and presents, lucidly, its
place in art education for a changing world" (5: 108).

deFrancesco

cited Florence Cane, Natalie Cole and Katherine Kuh as examples of
individual classroom teachers who have successfully experimented with
"art as experience" type of program (5: 109-114).
Judging from preliminary observations referred to above the
results of the foregoing studies may well apply to mentally retarded
children.
IV. THE TEACHER'S ROLE
The effectiveness of any program of education depends in practice
on the quality of the people who carry them out.

Cleugh, senior lecturer

in the training of educationally subnormal children at the University of
London said,

·~o

provide any education suited to the age, aptitude and

ability of every child is a stirring idea, but it can be translated
into reality only by the teachers" (3: 160).
In the study of 575 mentally retarded children Charles and
Margaret Gaitskell concluded that the qualities required of teachers
of slow learners differs very little from those qualities required of
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teachers of normal children.
qualities are:

They reported that the most desirable

(I) patience, (2) a sense of humor, (3) knowledge of

a variety of teaching techniques,

(4) versatility, (5) ability to

challenge, (6) ability to pace work to the performance speed of each
child, (7) courtesy, (8) kindness, (9) neatness, and in the reference
to art, (10) knowledge in the use of tools and art materials (13:21).
Erdman declared differences that exist between teachers of
normal children and. teachers of retarded children are mainly of degree
rather than kind.

He included good physical health, a wholesome and

positive attitude toward children with handicaps, and, contrary to
popular belief, possession of above average intelligence as prerequisites
for special class teaching (9:21).
The study of the examples of art expressions done during the
Gaitskell's investigation showed that the personalities of slow
learners differ widely even though all slow learners suffer from an
apparently similar type of handicap.

They develop both good and bad

habits, and tend to be easily influenced by someone who cares for them
and whom they like.

The whole personality may be affected in other

ways by his handkap and he may in addition have some physical disability.
Thus slow learners present a teacher with many pedagogical and personal
challenges demanding more than usual sympathy, understanding and interest
in each individual in her care (13:21-22).
The selection of qua I ified teachers for the special class
program is, therefore, of utmost importance.

Because of the critical
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personnel shortage in this field at the present time, communities may
find it difficult to secure qualified persons to fill the demands of
their program.

Recruitment from among the current teaching staff is

practiced in many school districts (9:20).

Jacobs reported that the

results of a recent survey which attempted to identify the major issues
in the education of the mentally retarded disclosed that shortage of
trained personnel and lack of training facilities were ranked first and
second on the list (14: 117).

A common practice which causes much con-

cern among educators is the placement of teachers in the primary grades
who have had no training in, or understanding of teaching methods for
primary education.

In addition, Cleugh placed special emphasis on the

need for all teachers to know how to teach the basic reading skills
regardless of whether they were training for special education or the
regular classroom (3: 160-164).
Another common practice is the assignment of inexperienced
teachers to special education classes.

This practice tends to discour-

age the teacher and to provide an inadequate program for the children.
The nature of the problems inherent in teaching the mentally retarded
requires a well-trained, experienced teacher (3: 169).
Nearly all children of retarded mental development require
motivation as a preliminary to expression in art.

The Gaitskells

stated that it would be a rare case in which a slow learner would make
a statement in art without stimulus from the teacher.

Even in the

manipulative stage, slow learners often require stimulation before they
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begin to make marks on paper, or random forms with three-dimensional
materials (13:22).
deFrancesco in a discussion on the characteristic elements of
the modern curriculum said,

11

Motivation may be defined and understood

as the compelling or evocative approach used by teachers to lend
direction and purpose to the pupils' natural desires to express themselves" (5:141).

He stated further that motivation may be divided into

two types, intrinsic and extrinsic.

The first involves a pupil's

inborn tendency to adjust to the external world and, in the classroom
such behavior may be translated into self-assurance and self-direction.
Extrinsic motivation, such as rewards a material kind, competition for
gain, or even appeasement of the teacher, are detrimental to the
personality of the pupil and generally result in mechanically performed tasks (5: 142).
The Gaitskells made special note that teachers should not
exert undue force upon children to advance from the stage of manipulation into that of symbols.

Children may sometimes be helped to

explore materials by words of encouragement alone, however, and in some
low IQ cases the teacher may need to start the child by taking his
hand and starting the motion of rhythmic scribbling or modeling (13:23).
Problems not unlike those of normal children arise with
mentally retarded children during art activities.

The nature of the

mentally retarded child demands that the teacher treat each problem
individually if progress is to be achieved.

Dictatorial methods
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produce confusion and handicap progress in the expressive work of the
group,

Each child's creative productions should occasionally be placed

on display regardless of quality and such work should never be graded
or marked in any way (13:21-34),

V. SUMMARY
The importance of art in the daily lives of our children today
is generally accepted,

Art, as in no other subject area, provides

opportunities for children to develop their creative powers.

Through

creative art activities, self-confidence, independent thinking and
action, as well as self-expression are increased.

Skills and motor

dexterity develop as an integral part of the expressive artistic act.
Art today is an area of study which can help develop worthy citizens-people who enjoy intellectual and emotional control, people with
initiative, and people who are aware of the world in which they live.
The ultimate educational objectives for the educable mentally
retarded are the same as those for all children; the educational
program, however, need not be the same,

Some of the content and

materials found in the elementary school program are included in the
special educat_ion program.

The program is "special", however, because

it also involves methods, content, and materials especially designed
for the retarded.
Objectives of the curriculum for the educable mentally retarded
as set forth by the Educational Policies Commission emphasize learning
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to earn a living; understanding oneself and accepted physical and
mental health practices; being a good citizen in the home, local community, and nation; and getting along with other human beings.
The mentally retarded child follows a similar pattern of
physical development to that of normal children except that the rate
may be slightly retarded.

The terminal intellectual status of the

educable mentally retarded is likely to be below average.
best through meaningful experiences.
nature better than abstractions.

They learn

They learn concepts of a concrete

They often require directions in a

step by step process and their attention span is usually short.

They

may be easily discouraged and many have a highly negative self-concept.
Most educable retarded children, however, have the potential for
becoming socially and vocationally competent citizens.
Art educators writing on the subject of art experiences for the
mentally retarded indicated this to be a desirable area for further
study.

The unique contributions of art education may help, as no

other subject area, to aid the educable mentally retarded child attain
his maximum intellectual growth.

Further research in this area is

indicated.
The educational importance of the research done by Paul Edmonston
placed increased emphasis upon methods and practices which may help
students establish an individual approach to their problem.
approach would permit children to be

11

free 11 ,

11

flexible 11 , and

seeking11 in their attitudes during the creative process.

Such an
11

self-
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The effectiveness of any program of education in practice
depends upon the quality of those who carry them out.

The qualities

required of teachers of slow learners differs very little from those
required of normal children.
degree rather than kind.

Differences that exist are mainly of

The nature of the mentally handicapped

demands of the teacher, however, more than the usual amount of sympathy,
understanding and interest in each individual.

In addition to desirable

personal qualities as patience, sense of humor, versatility, courtesy,
kindness, neatness, good physical health, a teacher of the mentally
retarded needs; a wholesome and positive attitude toward children with
handicaps, to possess above average intelligence, have knowledge of a
variety of appropriate teaching techniques, possess an understanding of
individual needs and abilities, and, in reference to art, have knowledge
in the use of tools and art techniques.
The selection of qualified teachers is of utmost importance to
the special class program.

Shortages of qualified personnel and lack

of training facilities have caused school districts to resort to
practices that are detrimental to special education programs.

Recruit-

ment of teachers from the regular school staff provides the program
with experienced teachers who lack special training in the field of
the mentally retarded.

These teachers often prepare themselves, however,

by attending special education workshops and university classes.
Another concern to educators of the special child is placement
of teachers in the primary grades who are untrained in primary
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education.

Detrimental to the children, the program, and discouraging

to the teacher is the assignment of inexperienced personnel to these
slow moving classes.

CHAPTER 111
MATERIALS AND METHODS
A series of art activities was presented in the Bellevue Public
Schools, Bellevue, Washington in the spring of 1963 to slow learners in
two special education classes by the writer, assisted by the elementary
art teacher.

The series was presented by the writer each Monday morning

and a follow-up activity was presented during the latter part of the
week by the elementary art teacher.
The two classes consisted of children whose IQ's ranged from
50 to 85 and whose chronological ages ranged from five years through
nine years.

Placement in these special classes was determined by the

amount of previous school attendance, IQ, and social and physical
maturity.
Class I consisted of seven of the more immature children who had
little or no previous school experience.

These children ranged in age

from five through nine years and ranged in IQ from 50 to 83.

Class II

consisted of ten children who had all had previous school experience.
These children ranged in age from seven through nine years and ranged
in IQ from 54 to 85.
Class I was taught by a teacher with no previous teaching
experience who had been specially trained in hearing therapy.
was taught by an experienced primary teacher recruited from the

Class II
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elementary school staff.

Neither teacher had any previous experience

in a special education program but both had attended special education
workshops.
The writer interviewed the classroom teachers to gather personal
data on each child (see Appendix A).

The writer also interviewed the

coordinator of special education to understand the general aims and
goals of these classes.

All the interviews were non-structured.

The art activities were limited to tempera paint and crayon
picture making and to clay modeling.

The introduction of a new medium

requires time for the children to explore the properties of the material
before an experience can be expressed adequately through its use
(5:282-283).

The limitation of media was imposed to save time.

The classroom teacher, the elementary art teacher (who observed
each initial presentation) and the writer evaluated the performance
of each child individually.

A questionnaire was prepared to assist

the evaluation (see Appendix B).

The questions were designed to

measure the following factors in each art activity:

(1) the intensity

of the child's interest in the art activity; (2) the degree to which
the child was personally involved; (3) the degree of improvement in the
concepts the child expressed; (4) the degree to which the child included
concepts of himself; (5) the degree to which the child experienced
difficulty in coordination, if any; (6) the degree to which coordination
difficulties deviated, if any, from the child's normal degree of
coordination; (7) the degree to which the child was willing to
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participate in clean-up activities; and (8) the length of the child's
attention.

The last section of the questionnaire was designed for

recording other pertinent observations or information.
In attempting to evaluate the foregoing factors, the evaluators
looked for the following types of evidence:

the diligence or directness

with which the child worked, apparent interest and concentration, the
need for additional motivation, the degree to which additional materials
or methods were used to express ideas, the extent to which the art
product was completed, facial expressions and body contortions,
independent choice of colors, clearness of pictorial statements,
addition of details, comparison with previous art expressions, verbal
statements of the child regarding his work and the symbols described.
(With respect to the verbal statements of the child Bannon said,

11

The

story Johnny tells about his picture should be considered with his
drawing as his complete expression" (1:25).

This does not mean the

child should be forced to always talk about his pictures since, as
Flurry observed (10:26) genuine responses may be distorted if the child
feels he is required to talk about his work.)
The children's interest in pets and other animals and current
classroom activities provided the source for the subject matter of
the art activities.
The first drawing and modeling activities were less structured
than those following.

This allowed the observers an opportunity to

form a basis for evaluating succeeding activities.

Each activity was
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designed to motivate learning through the use of as many sensory experiences as possible.

The motivating activities were planned to allow

the children opportunity to relate themselves to the experiences before
they attempted to express their concepts in pictorial form with art
media.
The first art activity concerned two live rabbits which were
brought to the classes on the day following Easter.
the rabbits

11

Blackie 11 and

pet and hold the rabbits.

11

Spotty. 11

The children named

The children were all allowed to

Questions were then directed to the children

to help them make critical observations about the size, shape, color,
eyes, ears, tail, fur, whiskers, etc.

Then the children were asked

if they \</Ould like to draw pictures of

11

to initiate the drawing activity.

Blackie11 and

11

Spotty11 in order

In this first activity the children

were told to put anything else in the picture that they thought \</Ould
make it a

11

nice picture. 11

Color crayons were used.

For the following art activity carrots were provided for the
rabbits.

The children fed the rabbits and watched them eat.

they discussed the care and feeding of the rabbits.

Then

The children then

were asked to draw pictures of themselves and anyone else whom they
wished to include, caring for the rabbits.
In another art activity a large cat was brought to class by one
of

the

mothers and each child was allowed to pet the cat.

Then the

children were encouraged to talk about the cat and about their own
pets.

Following this discussion a short demonstration emphasizing
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some of the properties of the clay was given.

No attempt was made to

show any step by step method of \.VOrking with the clay.

Each child was

then given a piece of clay and asked to make a model of the cat or any
other pet.
In another art activity seven small green turtles were introduced
to the class as a "surprise."

The children held and watched the turtles.

The children were asked questions to help them make observations about
size, shape, color, number, other physical characteristics, individual
designs, etc., of the turtles.

The children were then asked to make

large crayon drawings of the turtles.
Another art activity concerned zoo and circus animals.

The

children were encouraged to discuss some of the interesting animals
they had seen and particularly their sizes, shapes, colors, etc.

The

children were then given pieces of clay and, after a detailed demonstration by the art teacher, asked to make the animals of their choice.
One art activity concerning an every day experience of the children
was very successful.

It concerned

11

riding the school bus. 11

The

children discussed the school bus, safety rules, the school bus driver,
how it feels to ride the school bus and how one acts on the school bus.
Then children play acted riding home on the bus by 1 ining up chairs to
represent the seats.

Each child took a turn at being the bus driver.

The children then were allowed to select their paints and make pictures
concerning their experiences with the school bus.
Other art activities included an imaginary walk to pick flowers
for their teacher, a

11

bee's eye 11 view of a flower bed, "things I 1 ike
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to do, 11 and a trip to a farm.

The final art activity was a picture

each child drew of hfmself which he cut out and stapled to a slat to
provide It with a handle.

CHAPTER IV
RESULTS OF THE STUDY
The results of the study were limited somewhat by several
unforeseen events.

Two of the children were absent much of the time so

that evaluation of these children could not be made with accuracy.
Because the activities only covered short periods of time each week
evaluation of students could not be made with great depth.

One of the

regular teachers was absent during five sessions and the evaluations
at these times were made by t\'llO different substitute teachers.
Generally the children involved in the study exhibited a high
level of interest and it appeared that they became personally involved
in the art activities.

In varying degree all the children showed

improvement in the concepts which they expressed in their art \'I/Ork as
compared with earlier art work.

Every child showed improvement in

expressing concepts of himself in his art \'I/Ork.

About half the

students improved their coordination during art activities, particularly
during periods of intense interest.

No attempt was made to ascertain

whether this improved coordination had any lingering effects.

Most of

the children participated well in cleanup activities although the
observations did not differentiate between voluntary and directed
cleanup activity.
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Although all of the individual effects of the art activities
cannot be presented within the limits of this paper, the following are
a few of the effects which were observed.
The children of both classes responded very enthusiastically to
the rabbits, and most of the children were able to describe the rabbits
quite well verbally.

Plates la and lb reveal the wide range of

development in art work within these classes.
the first day of the series.

The drawings were made

Plate la was drawn by child G in Class I

who was 7 years 5 months old and had an IQ of 50.

Plate lb was drawn

by child P in Class II whose age was 8 years 4 months and had an IQ of
83.

All of the children in Class I, except for child G, made at least

one recognizable symbol of a rabbit.

The symbol of one child was the

first recognizable symbol he had produced.

All of the children in

Class I I produced recognizable symbols which ranged in development
from that shown in plate lb to that shown in plate 2a which was drawn
by child 0 in Class II whose age was 8 years 8 months and whose IQ was

60.
It is interesting to note that when the turtles were presented
to the children in Class I they were so excited that they spent the
whole art period observing the turtles.

Although no visual art activity

took place that day, the writer considered this an excellent art
experience (one of learning to see) that could provide many mental
images to use for future art activity.

Plate 3b was one of three

paintings of a turtle which was done later in the week by child A who
had just started expressing himself by using symbols.
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Plate la .
rabb i ts ' vis it.

Crayon drawing by child G, Class I after the

-,

•

Plat e lb . 11 Spotty Is A Mother Rabbit 11 crayon drawing by
ch ild P, Cl a ss II.
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Food .

11

Plate 2a . 11 Blackie with His Water and Dishes for Water and
Crayon drawing by child 0, Class I I.

Plate 2b .
Class I .

11

A Rabbit in His House, 11

Painting by child F,
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The following examples illustrate how art experiences may lead
to other learning.

One of the children drew five turtles going to a

picnic (see plate 3a).

However, he became concerned with the correct

number of turtles and included the other two turtles on another paper.
The child's concern with correct numbers is again illustrated in his
bus drawing (see plate 4a) where he carefully counted and included the
exact number of riders (yellow blobs).

This illustration seems to

illustrate that number concepts become important when associated with
drawings of personal experiences.
The classroom teacher of Class II used the daily experiences of
her students to form the basis of her reading activities.

As the art

activity advanced she wrote key words used in the motivating discussion
on the chalkboard.

Later, she led the children to write experience

stories about the activities to use for reading charts.
Using real life experiences as subjects for art expressions
seems to make the learning of words more meaningful.
by the following example.

This is illustrated

Child J whose age was seven years nine months

and whose IQ was 70, was overjoyed when he turned his back to the board
and lettered the word "STOP'' on his painting of a school bus (see plate
4b}.

He said, "See! I wrote

1

Stop 1 , without even peeking!"

His concern

with the correct number of children waiting for the bus was shown when
he counted the brown figures in his painting, discovered he was two
short, and quickly painted a white figure on either side of his picture
and a bus driver inside the bus.
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Plate 3a. ''Five Turtles Going to a Picnic."
child N, Cl a ss 11.

Plate 3b.

11

Turtle . 11

Crayon drawing by

Painting by child D, Class I.
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Plate 4a. 11 0ur school bus with all the children. 11
by child N, Class 11.

Painting

Plate 4b. 11 1 didn 1 t even peek when I wrote STOP. 11
by child J, Class II .

Painting
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The individual details each child included in his drawings
indicated the degree to which.he identified himself with the experience
and his ability to relate the experience to picture form.

An example

of experience related to picture form is illustrated in plate 5a.
Child P became concerned with how to paint the fuzzy collar of her red
sweater when the writer asked the chi Idren to paint their school bus
pictures to include themselves in some way.

When the child was asked

whether she had painted with anything that made the paint look soft and
fluffy, she solved her problem by choosing a small sponge to apply the
puint.
11

It is interesting to note that she, too, included the word

Stop 11 on her bus painting.

During the "Showing Period" she called

attention to this fact as well as to the steps she had included under
the red door.

She concluded by explaining, "The rest of the children

are sitting on the other side. 11
Plates 5b, 6a, and 6b are examples of work done by child M,
Class II, age 8 years, 3 months with an IQ of 54.

Her art work reflects

her growing awareness of her surroundings and her relationship with
them.

She was extremely shy when she entered the class, lacked self-

confidence, and would not talk.
poor.

Her physical coordination was very

Through encouragement from her teacher and through her art work

her fears and anxieties seem to be diminishing.
modeling with clay resulted in animal heads only.

Her first attempt at
In her second

attempt, however, she produced a crude, but complete, animal form with
surface texturing (plate 6a).

It is hoped that continuous growth will

be evident in her succeeding work.
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.,

s i de .

11

Plate 5a. 11 The rest of the children are sitting on the other
Painting by child P, Class II.

Plate Sb .
are on the bus. 11

We are waiting for the bus and some of the children
Painting by child M, Class II.

11
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Plate 6a. Red clay figures, and feeding dish.
clay modelings by child M, Class II.

., ___________

Brown clay and

•

~t~'

_____,

-f3
Plate 6b . 11 The Turtles. 11 Crayon drawing by child M, Class II.
(Note head detail on smaller figures.)
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Plates 7a and 7b are additional examples of work done by child 0.
It is remarkable to note how this girl was able to relate herself so well
to her experiences that she identified herself in the school bus drawing
by matching the colors of her hair and of her dress, in spite of her
low IQ and case history (see Appendb( A).

Her improvement in three

dimensional concepts (plate 7b) was as noticeable as in her drawings
and paintings.
Social growth was obvious rn many of the children's drawings
and stories.

Friends and family members were included in the drawings

as well as others who were important to them such as the bus driver.
For various reasons it was not possible to photograph much of
the work done by Class I.

However, plate Sa is an excellent example

of joyous exploration by children still in the manipulative stage of
development.

Plate 2b illustrates the work done by a child who had

been highly motivated and who was just discovering her symbols.
There were also other examples besides the one shown in plate 9a
that adult or "foreign" influences had already been imposed upon these
children.

Note

the~

the child made by drawing around his hand.

His own originality came forth, however, in the cloud of apples he
made to cover his paper, and his own symbols representing himself and
the rabbit.

Plate 9b is a very graphic example of the total improvement

accomplished by this child.

His classroom teacher reported that child Q,

age 8 years with an IQ of 85 had made such progress as to be assigned
to a regular first grade class in September 1963.
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Plate 7a . 11 1 am rid i ng the bus and that is desig n 11
marks). Pai nting by child 0, Class 11 .

(Red spong e

Plate 7b. Red clay fi gures, 11 My cat 1 Useless 1 and that is he r
kittens. 11 Brown clay figure s are 11 A Squirre l 11 and some dishes.

46

Plate 8a , 11 A man started a fire and the train ran over it. 11
Pa i nti ng by child D, Class I .

Plate 8b . St i ck puppets . From left to right, child E and her
dog , chil d A, ch ild D, a nd ch i ld F's imaginary twin, Class I .
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Plate 9a . 11 That 1 s me and ' Whitey' and t hat's an apple tree
and all the apples. 11 Crayon drawing by child C, Class I . (Note cliche
hand tree , )

Plate 9b . 11 Rabbit 11 (first modeling red clay),
clay) , Clay modelings by child Q, Cl a ss !!.

11

Horse 11 (brown

CHAPTER V
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
Illl;. Problem

Th e purpose of this study was to examine an art centered
curr i culum i n an attempt to determine the effectiveness of art activities
as an approach to stimulation of learning for educable mentally retarded
ch i ld ren .
App roach to the Problem
A series of art activities was presented to two beginning classes
of educable mentally retarded children in the Bellevue School District,
Be l levue , Washington, during the spring of 1963.

The art activities

consisted of two-dimensional painting and crayon coloring experiences
as well as three-dimensional modeling in clay.

The art activities

were based upon the real-life experiences of the students such as riding
the school bus and experiences with pets and other animals.
Two of the children involved in this study were absent much of
the time so that evaluation of these children could not be made with
any real accuracy .

Unfortunately, there was a time limitation which

prevented evaluation of the students with more depth.

Furthermore,

some of the evaluations simply were neglected due to misunderstandings
on the part of the evaluators.
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Results and Conclusions
Even considering the foregoing 1 imitations the results of the
study were encouraging.

All of the children involved in the study

exhibited a high level of interest throughout the program.

It appeared

that al I the children became personally involved in the art activities.
Incidents were observed where art activities related directly to learning
in arithmetic, spelling, reading and social growth.
In varying degree all of the children showed improvement in the
concepts which they expressed in their art work as compared with
earlier art work"

Every child showed improvement in expressing con-

cepts of himself in his art work.

Coordination difficulties, of course,

were more pronounced in these children than in the children in a normal
classroom situation.

However, appro;<imately half the students improved

their coordination during art activities, particularly during periods
of intense interest.

(Whether this improvement in coordination had

any lingering effects was not explored by this study.)

The observations

of cleanup activities did not differentiate between directed and voluntary cleanup activity but most of the children participated well.
Recommendations
Considering the foregoing observations the writer recommends
that research be conducted in classes for mentally retarded children
with teachers who are capable, experienced and have special training
in art instruction.

The curriculum should be pre-determined and art
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centered.

Observations of the results should be meticulously observed

and recorded.

If the results coincide with the results found by this

writer, which admittedly· have shortcomings and must not be regarded as
conclusive, it would appear that an art centered curriculum offers an
effective method of teaching the educable mentally retarded child.
The effectiveness of an art centered curriculum could be further
measured by comparing the rate of growth of groups of mentally retarded
children who are taught under such a program with control groups of
children who are taught under a conventional program.
It is further recommended that colleges of education in the
State of Washington provide consistent, q:>mprehensive programs for
the training of teachers of mentally handicapped children.

This would

tend to make available qualified personnel with which school districts
could fill these assignments.

Until such time as this situation is

adjusted, it would seem beneficial for administrators to assign teachers
in the special education program to a comparable chronological level for
which they were trained.
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APPENDIX A
ABBREVIATED CASE HISTORIES, CLASS 1*
Child A.

Boy, five years seven months, IQ 56, is poorly coordi-

nated, lacks visual conception, usually says,

11

1 can't, is easily

discouraged, often cries when frustrated, lacks concepts of
11

no 11 , often aff Ii cted with severe asthma attacks.

11

yes 1 ' and

Has a very demi neer-

i ng mother.

Child B.

Girl, age 7 years 3 months, IQ 65, is new to the group,

does not socialize, drawing is her best medium of expression, however
is rigid in expression of figures, draws fantasies, wants attention,
demands help often and will interrupt the teacher to get it, is
emotionally disturbed.
Child C.

Boy, age 6 years 5 months, IQ 77, at first withdrawn,

fearful, did not know colors, could not count, moved to defiance,
~ecame
11

destructive, hated everybody and everything, called everybody

dumb 11 , used loud excited voice, laughter became loud and explosive,

exhibited extreme hyper-activity.
Chi Id D.

Boy, age 6 years 8 months, IQ 83, has short attention

span, is insecure, can write his name, has speech problem related to
difficulty with breath control, is hyper-active.

Has poor home

situation.

*Ages computed for approximately April I, 1963.
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Child E.

Girl, age 6 years 7 months, IQ 66, has normal twin

in first grade, has limited speech, loves working with clay.

Plays with

and is very fond of classmate F.
Child F.

Girl, age 9 years 2 months, IQ 65, is very small,

needs lots of encouragement.

Little background available as school

has little or no contact with the family.

The mother has on occasion

been institutionalized.
Child G.

Boy, age 7 years 4 months, IQ 50, loves books,

difficult to interest him in anything, does only what he wants to do,
possible vision problem, has a slight hearing loss.

ABBREVIATED CASE HISTORIES, CLASS II
Child H.

Boy, age 9 years 1 month, IQ 81, (a second IQ of 73

is also recorded), has severe speech difficulty, is disturbed by little
things, advanced in art (teacher's opinion) however avoids drawing
figures.
Child I.

Boy, age 8 years 6 months, IQ 80, enjoys life, very

friendly, is enthusiastic, needs much help in relating main idea to
surroundings, etc., needs attention, has short attention span, follows
directions well.
Child J.

Has no pets, wants a horse.
Boy, age 7 years 8 months, IQ 70, is immature, lacks

self discipline, is enthusiastic, has difficulty with small muscle
activities as lettering, has pet dog, Laddie, most important thing in
his life and is the only thing about which he has shared.

Lives with
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mother and grandparents.
mental state.

Mother is good homemaker but of a low

Father's whereabouts unknown.

Child K.

Boy, age 8 years 6 months, IQ 73, is likeable, follows

directions if he 1 istens, short attention span, loves to draw,

Moved

to Denver last of May.
Child L.

Girl, age 8 years 4 months, IQ 85, is a slow learner,

was a behavior problem in regular class and behind in regular classwork,
has twin sister and is constantly striving to attain level of sister.
Her mother and father expect so much of her.
Child M.

Has rats and cats for pets.

Girl, age 8 years 2 months, IQ 54, doesn't talk, is

very shy, left-handed, has trouble cutting, likes to sing, has na pets.
Has become very fond of child 0.
Child N.

Boy, age 8 years 2 months, IQ 59, has speech problem,

perhaps emotional, having speech therapy, acted wild previous year and
beginning of this year.

Mother has full responsibility of children,

divorced, no contact with the father (this had been father's third
marriage), mother working.
Child 0.

Girl, age 8 years 7 months, IQ 60, is large, blonde,

has Mongoloid characteristics, did not talk during kindergarten,
communicates through pictures, very fond of her mother cat 'Useless'
and kittens, has started to talk in sentences.
Child P.

Girl, age 8 years 4 months, IQ 83, is very tiny,

expresses herself well verbally, has difficulty with printed material,
enjoys art, expresses herself well in art, has pet Siamese cat named
'Ace Cat Theno. 1
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Child Q.

Boy, age 8 years, IQ 85, is one of five children, had

spinal menengitis which may have affected his mind, unable to write his
name or draw at beginning of year, all other children in the family
attend Catholic school.
Program.

Mother best supporter of Special Education
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APPENDIX B
CHILD EVALUATION SHEET

MEDIA USED

--------------

ACTIVITY

~---------~---------

1.

As the art activity progressed did this child continue to be interested
in his art worl<?
Intensely
Moderately
Little Interest
No interest _ __

2.

Did this child seem to be personally involved while creating his
art work?
Completely_____Moderately___Mildly___No interest _____

3.

Is there any improvement in the concept expressed in this art work
as compared to his usual work?
Considerable improvement
Some improvement
No improvement ____

4.

Is the concept of se If inc I uded in this work?
Clearly
Noticeably
Questionably
Not apparent_____

5.

Was there any evidence of difficulty with coordination during the
activity?
Extreme amount
Some
Little
None

---

---

--- ---

6.

If difficulty with coordination was evident, was it
More than
Same as
Less than
(the child's usual coordination pattern?)

7.

Did the child participate willingly in the clean-up?
We 11
Moderate 1y
Unwi 11 i ng I y
Refused _ _

8.

Length of attention span__________

Comments - other pertinent observations:
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APPENDIX C
TABLE I
As the art activity progressed did this child continue to be interested
in his art work?*
Child

(/)
(/)

<C
_,

u

Intensely

Moderately

A

l L~

B

l L~

c

15

2

D

15

4

E

20

3

F

21

G

10

Little Interest

No Interest

4

2

4

------------------------------------16

3

17

3

J

13

2

K

16

2

L

15

3

M

12

9

N

21

2

0

17

5

p

23

Q

15

6

Total

274

52

H

(/)
(/)

_,

<C
u

*see Item l, Child Evaluation Sheet, Appendix A, page 59.

5
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TABLE 11
Did this chi 1d seem to be personally involved while creating his
a rt work?~·:
Chi 1d

Completely

Moderately

Mi Idly

A

10

B

12

c

11

2

D

12

2

E

15

4

F

15

G

5

2

15

3

12

4

J

11

3

K

16

L

14

2

M

9

7

N

20

0

17

p

20

Q

11

5

2

Total

225

43

8

V>
V>

5u

No Interest

4

2

-----------------------------------H

V>
V>

<l:

...J

u

4

3

4

*see Item 2, Child Evaluation Sheet, Appendix A, page 59.
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TABLE 111

Is there any improvement in the concept expressed in this art work as
compared to his usual work? 7(
Child

A

Considerable
Improvement

Some
Improvement

5

3

No
Improvement

B

V)
V)

s
u

3

c

2

D

4

3

3

2

6

2

E

2

F
G

-----------------------------------6

4

4

5

J

2

6

K

3

5

H

2

6

L
V)
V)

s

M

7

6

N

2

6

0

8

5

u

p

3

8

Q

5

2

5

Total

49

73

28

*see Item 3, Child Evaluation Sheet, Appendix A, page 59.
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TABLE IV
Is the concept of self included in this work?"·'·
Child

(/)
(/)

:5
u

Clearly

A

2

B

3

c

2

D

2

E

4

Noticeably

Questionably

Not Apparent

2

2

F

2

G

-----------------------------------H

5

3

7
J

3
5

3

6

2

K

3

L

9

M

7

4

N

6

4

0

14

p

11

Q

7

3

2

Total

84

33

14

(/)
(/)

s
u

~··'See

8

Item 4, Child Evaluation Sheet, Appendix A, page 59.
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TABLE V
Was there any evidence of difficulty with coordination during the
activity?''(
Chi 1d

Extreme Amount

A

3

c

2

u

E

3

F

2

G

2

H

4
J

8

L

M
N
0

3
4

4

3

2

3

8

9

6

6

17

3
2

4

Q

.,~

5

6

p

Total

3

3
4

5

2

K

:su

None

2

D

V)
V)

Litt 1c

B

V)
V)

:s

Some

7

2

41

32

See Item 5, Child Evaluation Sheet, Appendix A, page 59.

9

54
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TABLE VI
If difficulty with coordination was evident, was it more than, same
as, or less than the child's usual coordination pattern?*
Chi Id

More Than

Same As

Less Than

A

2

B

2

c
V>
V>

:5
u

V>
V>

:5

u

D

E

3

F

2

G

2

H

4

2

4

2

J

4

3

K

3

2

L

3

M

3

8

N

5

3

0

5

5

p

3

Q

2

Total

3

6
51

29

*see Item 6, Child Evaluation Sheet, Appendix A, page 59.
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TABLE V11
Did the child participate willingly in the clean-up?*
Child
A

Wel 1

Refused

2

0

2

3

Vl
Vl

D

u

E

2

F

3

s

Unwi 11 ingly

2

B

c

Moderately

G
H

6
9

2

J

7

2

K

4

4

L

9

M

10

N

5

0

13

p

9

2

Q

5

5

Total

89

29

Vl
Vl

s
u

5

*see Item 7, Child Evaluation Sheet, Appendix A, page 59.
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APPENDIX D
COMMENTS ON THE PROGRAM BY TEACHER OF CLASS I
The art activities provided the most successful outlet for the
childrens' personal experiences.

The art activities served as a means

for individual communication and as such gave each child a sense of
achievement.

The art products

(drawings, paintings and clay modelings)

were the best gauge of individual progress.

The activities provided

opportunities for the children to express themselves at their own level
of development, yet challenged them to explore new ways of selfexpression.

Through successful art expressions the children were led

to improved verbal expressions and more concrete understandings in
number, spatial and quantity concepts.
The art activities were especially valuable to child A.

He

found personal satisfaction in his expressions, developed rapidly in
his artistic growth which resulted in marked improvement in his selfconfidence.
year.

He seldom cried or said,

11

1 can't" toward the end of the
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EVALUATION BY TEACHER OF CLASS II
For all children, art is a form of expression that cannot be
expressed in any other way.
11

back further 11 than the

11

However, the mildly retarded child begins

average 11 child and must learn to coordinate

his thinking and his hand movements.

At first, much motivation is

needed so he can think about the subject.

He must be led to understand

that whatever he does, it is beautiful because he shows how he feels!
Slowly, he begins to observe his environment more closely and when he
paints a kitty, he tries to make the fur

11

feel smooth, 11

At first, the paint brush might have been a black monster to
child M.

After much encouragement she held it at arms length in a

stiff and awkward manner, seemingly afraid of it.

Now she goes to

the cabinet, chooses the brushes, paints and paints freely, with an
expression of real joy.

Truly, her fears and anxieties have seemingly

vanished through the various art medias she has learned to enjoy.
All of the children have learned not only to express themselves,
but to appreciate what other pictures tell them, or, a
the painter, that one cannot express verbally.

11

feeling 11 toward

Then too, they are

aware of colors, lines, designs--things they had been missing because
they had been unaware of

at the beginning of the year.

